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MAKING THE WRITE CONNECTIONS: THINKING AND WRITING
ACROSS THE CURRICULUM

Larry R. Johannessen
Lake l\/l.lllS Area School District, Lake Mills, Wisconsin
October 6, 1997

INTRODUCTION

Two major thinking strategies that cut across almost every subject area are the

processes of making and supporting generalizations and argumentation. In speaking and in

writing we ask students to use these thinking strategies all the time. For example, if they
are asked to draw conclusions on the best way to bunt for a base hit in baseball based on
observing a number of hitters bunt the ball or descnbe a well balanced diet, they are .-

making and supporting a generahzatlon or, if they are asked to defend or attack a school

policy that prohibits the wearing of hats in the school building, they are arguing.

- The trouble is that most students--even accelerated students--often have drfﬁculty oo

. malung and suppomng generahzatlons and creatmg effectlve arguments And ‘since we . =

ask them to use these thmkmg strategles in class d1scuss1ons on tests, and in wntmg, we
ought to be prov1dmg instruction that will help them master these important thmkmg
stratecles '

~ What I am going to share with you'today are some methods for helping students |

learn these strategies that I have found are very successful. I'have tried to include sample

materials that involve a-variety of different subject areas to give yousome ideas about the

kinds of things that work with students at a variety of ability and grade levels. )
I am going to explain some of the activities and ask you to do some parts of some

so that you get a sense of what goes on in the classroom and so that you will understand

what thinking processes the students are enoaged in. The actlvmes are desxoned to 1mprove B

~ students' ablhty_to‘ make and support generalmons and pr_oduce arguments ina wntten (or -

oral) composition.
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MAKING AND SUPPORTING GENERALIZATIONS

In most subject areas students are asked to make and support generalizations--
whether it be in Wntmg assigrments, essay tests, or class discussions: "Ihey may have to
describe a writer's style, explain the differences between Gothic and Romanesque \
architecture, draw conclusions based on the results of an experiment, or discuss the
reasons teenagers are so influenced by peer pressure,

Most students--even our best ones--often have difficulty doing so. This is not to
suggest that students don't make generalizations when they write or speak. Often that's all
they do. It's not uncommon for students to write generalization after generalization without
appeanng even to recognrze that they are presentlng °enerahzatlons (or conclusrons) that
have to be supported They frequently make hasty generahz"mons overoenenhze or farl

to provide any supporting evidence or explanation.

Here are a few statements (generalizations) without support from student writing:

| "In the srxteenth century people assumed that all unmarried women were pure

~"A teacher ata school of mostly whrte _upper class students is not apt to force a
novel on the students that condemns money and those who have money
"Before sex education was taught in the school, many teens were hav1ng sex

without even knowing it.”

“Most victims of crime live in large urban areas of the country.”

Perhaps one of the reasons that students tend to write generalizations without
supporting them adequately is because they're not very aware of when something is a
generahzauon or how valid generalrzanons are developed In tertbooks magazines, .

newspapers and even class lectures they may be presented wrth oenerahzatlons but not




~ conclusion or inference could you make about the church in Beer Street? What evidence

see the process that was involved in arriving at them. They may simply see them as "facts”
that need no support or explanation, that cannot and need not be questioned.

One way to teach students how to make and support g oenerahzauons is to provide
models or examples:; however my exper:ence and research seems to conﬁrm that this is not
usually enough for most students. The process of making and suppomng generahzatrons
involves a number of complex thinking strategies. Here are some that a number of
theorists and researchers have identified: Observing, Describing, Comparing, Contrasting,
Questioning, Testing, Evaluating, Provrdmg Support, Making Generalizations (See for
example, Hillocks 1982 and 1987).

The activities that follow are designed to illustrate how to teach students how to use

_ the complex thinking strategies involved in making and supporting generalizations.

Beer Street and Gin Lane--Introductory Activity

One ‘way to help students beg1n to understand what a generahzauon is and how to

' "'"generate and support them is with an actmty that will easily engage students in the thmkmg g =

strategies involved in-making and supporting generalizations. If you will look at the two

: _:'_'engravings by British painter and engraver, William Hogarth, 1697-1764 (engravings are

not included with this paper), I will show you one way I introduce generalization and
support. I tell students to look carefully at the two engravings, as I am asking you to do,
and to tell me what conclusions or inferences they note about one or both of the

engravings. What is the artist trying to tell us about “Beer Street” and “Gin Lane™? What

* evidence leads you to your conclusions? For example, one conclusion or generalization

~ one might make about Gin Lane is that most of the people seem to have lost their religion.

Notice that the steeple of the church does not contain a cross, and it is remote and appears
maccessrble (a statue of George I replaces the cross). What other detarls could support the

conclusion or generahzatlon that the people have lost their religious or faith? What

S




leads vou to your conclusion? What generalization could you make about the people in the
engravings? Evidence? What has gin done to the people on Gin Lane? What has beer
done to the people on Beer Street? Wﬁ_ét_is the painter trying to tell us about drinking gin?
Drinking beer? How do you know? L
As you lead the'discussion, push students to supply to details from the engravings
to support their conclusions, and encourage disagreement. Y ou might want to compile
their conclusions or generalizations on the board. After discussing the two engravings,
introduce the idea that that their statements are generalizations--they are statements that
characterize a set of things--in this case, details in the engravings--and that they describe
what s true of the details in general in terms of .the engravings. I ask students to explain
o . why lt was_-hecessary to point to the detials in the engravings to support _their
géﬂeraliz'atirons? Th‘ey. almost alx;lays say sométhing like, “because othe;wise ')-/ou could
just make something up thatisn’t there.” |

This activity works in a number of ways:

*it captures student interest and attention; - - : S T
— ' *itincreases the amount of student participation in class; -~ - » BT
*it introduces the concept of generalizing--making generalizations--in a concrete

way;

*it suggests the importance of having support for generalizations;

~ *jtintroduces the idea of finding appropriate evidence to support géné}aliiéﬁong; R

Urban Crime Legends--Opinionnaire
The purpose of the next activity is to help stude_nté better understand what an
accurate and significant generalization is and hdyv to generate and support them. I pass out - g : B

the questibnnaire you see in your handout (see appendix), and use ihe following

procedures: - - . -




1. Iask students to read each of the ten statements and decide if each is true or
false.-

2. 1 infonnally compile ancl discuss their respenses;
3. Tindicate that these statements are generalizations--that is, they are statements
that characterize a set of thing; they describe what is true of these things in

general; : - .

4. 1ask students what they would need to do to verify their guesses and/or resolve

their disputes.

The answer that they reach on this last point is that they will need to read a number of urban
crime legends in order to verify‘andlor resolve disputes.

This activity works in a number ways:
* - it engages students’ interest and attention;

* it increases student involvement and participation in class discussion,

* it reinforces and extends the concept of generalizing--making generalizations--in . -~ ~

~ afairly concret way}
* it suggests the importance of having support for generalizations;

* and, it raises questions for which they want to find answers--this increasing

their involvement in the next activity.

“Urbana Crime Legends"--‘Datal Set

Now that students are interested, want answers to their questions and want to
resolve dlsputes they are readv f or the next step. The next three pages of your handout
" (see Appendxx) contain a deﬁnmon of urban legends and a set of six urban leoends that I

put together from three collections of urban legends that focus on urban crime. Ibegin by




_.. leading the class through these materials orally. Could I ask someone to read the definition
of urban legends? The first legend? The second, etc.? Once we have read through the

matenals I use the following procedures in doing this activity.
h 1

1. AsIjust mdlcated I pass out the data set to students and we read the data over

together;

(%]

I point out to students that they should assume that the legends I have given
them are typical of those from the three sources, so I ask students to assume
that they represent what they would find if they read these or other sources;
3. Tassign students to small groups of three or four, and I ask them to use this
information to test the generalizations on the questionnaire--look at the
evidence to see if it supports the statements; | _ |
4. 1 sornenmes do one. statement with the class to make sure they understand;
5. Finally, I then reassemble the class and discuss group findings and
conclnsions.
: .In this activity students are testing the generalizations from the questionnaire, and
they are ulumately refimng them in the small groups and whole class discussions. In
addluon they are searchlng for and ﬁndmg ev1dence to support generalizations. I beheve _
| that this activity is effective because it creates a lot of intéraction, groups have to work
together cooperatively, and there are high levels of student involvement in the small group
and whole class discussions. My experience is that some usually ‘;passive" students get

quite involved.

Urban Crime Legends: Moving Toward Independence
In the prenous activity students worked from a set of generalization that they were
' given. However, most_students will need more practice, and they need to move tow_ard

more independence--they need to be more on their own. Therefore, I recommend a follow-




up activity in which students either work with a new set of data or continue working with
the same set of data.

. Tuse the following procedures for this activity:

1. Ttell students they will be working in small groups work on modifying the
generalizations from the questionnaire that are not supported by the data and making or
creating some additional generalizations besides the ones on the questionnaire; we -
discuss qualifying words like mos?, all,. sbme, few, and many to make sure students

understand how to make generalizations that accurately reflect what the data indicates;

2. Task them to look for commonalities among two or more, and to look for what is true
of some, few, many, most; what categories they fall into; the characteristics of these
kinds of legends; the characters involved; and the content or themes;

3. then, I have studerits work in groups modifying generalizations from the questionnaire . -~ =%~
that are not supported by the data and making additional generalizations; '_ ' S

4. Isometimes give them one or two additional legends and ask them to test their

- generalizations to see if they still hold up;

S. Then, I have them meet with another group (or exchange generalizations with another

group) and evaluate one another’s generalizations and findings; I have them use the

following questions as a guide in evaluating another group’s generalizations:

T * . Which modified and new generalizations are strong? -

* Are there any that are not informative or meaningful (i.e. “All legendstell . ~ - . - ..

stories.”)?




* Are the generalizations accurate, clear, and are they supported by the data?

6. 1ask them to write comments on the generalizations and return them to the group that

wrote them; . .

7. if students need additional help, or we need to discuss any troubling generalizations or

disagreements, we discuss their generalizations and findings in a whole class situation;

8. finally, I have them wnte a brief composmon supporting one of the generalizations they
modified or created. '
In this activity students have worked more independently on making, supporting,
and evaluating and testing generalization. They are creating generalizations that account for
- or hypothesnze about reasons for commonahtles And, asa ﬁnal step they are actually

' writing a composition presentmg and supportmo one (or more if you WlSh) of the1r

generahzatlohs. Again, I believe that this activity works because it-creates a lot of S . ~ B
interaction, éhoups have to work together cooperatively, and there are high levels of
student involvement in the slhall group and whole class discussions, and it builds on the
work they have previously done with the statements fi rom- the questionnaire.
“Very Little Harm™--Student Essay
The next page of your handout (see Appendix) is an example of a student essay
written using this data. Notice that her essay is a modification of the tenth statement on the
questionnaire. The student did the activities I have just described to you. The essay begins
With avery interestino and effective oenemlization. In fact' when her group met with- S

_ another group 1o discuss their revnsed and new generahzatlons the generahzatlon read,

~ “Most urban crime leoends end without serious bodily harm being done to the subjects of

10
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the stories.” After a great deal of discussion and debate, they decided that “Most” didn’t
exactly describe what they found in the data, so they modified it to read “Nearly all” and
this also resulted in the carefully worded last sentence of the paragraph that qualifies the

1

generalization that they finally arrived at. The generalization is §igniﬁéant and contains

excellent and effective support from the legends. This essay illustrates how doing activities

like the ones I am showing you helps stidents learn important thinking strategies involved
inwriting that cut across many: subject areas. Also, it indicates how to “scaffold” or
sequence the instruction so that students learn and practice the thinking and writing skills

and strategies, and move toward independence.

Olympic Records--Data Set
On the next page of yo"urphandouts you will find another data set on olympic

records (see Appendix). Notice that this data set utilizes graphs. The reason why I have

included this data set is to show you two things. First, the thinking strategies involved in

' making and supporting generalizations are used in many subject areas, even in subject areas -

like math. Also, if yoﬁ put this data set with the other two I have shown you, I think you
éan get an idea of the kinds of data sets you can create for your students.

In addition, we often use this third data set in stili a different way. In this case, we
might simply give students the data set and have them write a compbsition in .which t.hey. _
present two or three generalizations with support. In other words, students would do it

entirely on their own.

Generalization and Support--Conclusion
One added benefit of having students work with data sets like these is that they

learn more "content" as they work with material to make and support generalizations.

. Another reason why I have shown you more than one data set and more than one activity is

that just doihg one of these activities will probably not be énough for many students. They .

11
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need repeated practice. That is why I showed you how to structure the activities so that
they move from more structure and teacher to control to increasing independence. In the

end, students are-doing it entirely on their own. Advance students can even find their own

data sets--given some ideas, athletic shoe advertisements, automobile commercials,

American Indian hero stones etc. I am suggesting, of course, that for students to really

master these thinking strategies requires about a week or more of instruction. In my own

~ classes.I set.it.up. one of_two ways--I either provide an extended sequence of activities over _

a period of a week or more; or I repeat and expand the activities (with different data) in each

unit I teach or every so often throughout the course.

ARGUMENTATION o
In most subject areas, we ask students to give their opuuons defend a proposmon.
or refute a viewpoint, and yet it is easy to overlook the fact that knowing how to create
effective arguments is no easy task It mvolves a number of thmkmg skills. (See for ..
.example Stephen Toulmm, The Uses of Argument Cambridge: Cambridge Umver51ty
4Press, 1_9578.) R

*making a claim(s);

*siving data, evidence for the claim;

*providing the warrant(s), the link which shows the
relation between data and claim;

*anticipating poss_ible objectiohs from the audience and

answering them.

The most common way of teachmg students the skills involved in aroumentatmn is
. to have students read a.nd analyze models of effectlve aroumentatxon and then attempt to .

imitate the models they have studied. The trouble with this approach is that too many

r:d;
oo




students never seem to getit. As with the activities I showed you for generalization and
support, the activities for argumentation I am going to demonstrate are classroom tested
activities designed to teach students'the_'co.mplex thinking skills involved in argumentation.
. - . . N
The '88 Blue Chevy——Wiiting Assignment
One way to find out what your students know or don't know about argu.mentation
o ...._. isto givethem an assignment that involves argumentation and find out. If you will look at
the next page of your handout (see Appenc_li‘x), you will find an assignment that I have used
to find out what our students know and do not know about argumentation.
I would like you take a look at this assignment as we read the directions and
- examine some of what else is here because I think you will see that this assignmen{ is a
little different than most. Most often students are given a topic o write on and nothing
else. This particular assi gnment is what I call a case or case study, and it nrovides a
context and data data that could be used to support various arguments that this mcndent is
“-. " orisnota case of police brutality ThlS is important because one of the mistakes we often
make in designing assignments is that we assume that students have the data at their
_ fingenips or somewhere in their brains 'to write on the topics we give thein; and when we
get the results, which are often not very good, we assume, that students do not know how
to use data to support a clmm However, they might very well know how to use datato
support a claim but they did not happen to have such data at their fingertips. Using this
“ kind of assignment, I think, will enable you to gain a more accurate picture of what yonr

students can and cannot do.

Student Pretests
On the next page of your handout (see Appendix) yon_will see two examples of
. student papers written before instruction. These papers were written by eleventh grade

students. Notice that these papers contain propositions. In the first paper, the writer

ERIC | 13
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claims that "the police were totaly wrong in there [sic] actions with the teenagers”;

however, it lacks supportable claims, and the student has only made vague references to the
data in the case. While slightly better written the second paper is not much better The
student offers the proposition that "the ofﬁcers acted Justly " The wnter presents a couple
.of supportable claims such as "the description of the robbers matched the description of the

suspects"; however, as with the first paper the writer really only offers vague references to

_.the data in the case. Finally, neither paper anticiaptes or refutes opposing views. ___ . _ .

Obviously, these students needs some help in learning how to write effective arguments.

Slip or Trip--Activity
If you will look at the next two pages of your handout ( see Appendix), you will

| ﬁnd the first activity I want to show )iou for argumentation. This a&ivityi is designed to get -

students involved in argumentation--get them arguing and counter-arguing; butina

situation that will encourage them and one which w1ll not intumdate them. Specnﬁcally,

* this act1v1ty is designed to give students practice in stating a clalm or pos1tlon finding -
: _ evidence to support a claixn, explaining how evidence supports a claim, and in refuting -
opposing viewpoint. Notice the visual aspect of this activity: It provides evidence in ar-
very concrete way--most of itis right there in the picture. A

I you will please follow along as I read the situation and assrgnment Now Iam

going to ask you to do this activity just as we would have students do it. Usually, I would
have students do this in small groups, but because you are so sophisticated and advanced, I
am going to ask you to do this on your own. If you would just take about five minutes and -
list the evidence evidence pointing to murder and accident, and then decide if this is a case
of murder or just an accident. Once you finish, then we will discuss your findings and see

who has solved this mystery. Are there any questions?

14



Now, that you have all come up with your solution, let's see who has the best
solution. With students, I use the following questions as a guide in leading the class

discussion of the problem:

*Who thinks it was murder, and could you tell us why?
*Who thinks it was an accident, and could vou tell us why?
*Is there any other evidence that points to murder (or
accident)? —
*Could you explain or elaborate on how you evidence points
to murder (or accident)? |
s © theré_ anything we may have overldékcd here?
*Does anyone see a prdblem with that argument (dr-,. do you -
.- all agree with that argument)?
*Is there any other way to interpret that evidence? What
- else could it mean? ~ |
*Considering all of the evidence, what is the best explanation for what happened?

Why?

What you have just demonstrated here in the discﬁssion of this case is exactiy what
happens with students. Often, when I have run class discussions of this case my biggest
problem is keeping control because students so vehemently argue their positions. Notice
that I did not tell you that you must have a claim, or you must have data, or you must have
a warrant, or even that you must refute opposing viewpoints. The very structure of the
activity and discussion encburages students to do these things naturally.

How and why does this activity work? First, in the small group discussions

students are able to rehearse their opinions in a non-threatening situation. and once groups

have worked through the problem, the students in the groups are often very committed to .

ERIC B




the solution worked out by their group. As a result, the level of discussion in the whole
class discussion is often very high with most or all students participating. In addition, one
of the things that happens in the wh‘ole‘_class discussion is that as the class debates the
problem, some students change or xhodify their original positihhs. Ah studenits present and
debate the problem, as they hear more arguments and see more evidence, they are often ‘
convinced that their original position was weak or wrong, This stands in striking contrast
to the view that most students are so egocentric that whenever they are involved in a debate
their final answer is, "Well, I don't care what you say, it is just my opinion."

One important element of this activity is that there is no easy answer. This is one
important reasonAWhy the activity is effective. In fact, even thouOh I'have done this actmty
with students. many, many umes students sull come up with new and mterestmo
arouments and point to new evidence and dlfferent ways to interpret the ev1dence thatI
have never thought of before.

In the discussion itis important to use questions that encourage students to clearly
presént their positions, point io the evidence that supports their posiﬁons, and explain ho»w
the evidence supports their positions. Asa follow-up, you might even end the discus-sion
by having students discuss whicharguments seem particularly strong and why? Which *
evidence is the most effectii/é and why? Which counter-arguments where strongest and
why? ) o | — -

Once all students have had a chance to present and debate their viewpoints, you
might have students write-up their conclusions on the case. Agaih, encourage themto
point to specific evidence, explain how evidence supports their cohclusions, and they must
refute major evidence and/or arguments on the other side. When they turn in their
compositions, then and only then you might want to give them the author's solution,
which, by the way, really isn't all that interesting. Students often come up with much

better solutions. ' o -
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“The ‘88 Blue Chevy” and “The Powers of Law Inforcement Officers”

One activity I use to teach the skills and strategies involved in argument involves
“The ‘88 Blue Chevy" case which also includes the next page of your handout, “The
Powers of Law Inforcement Ofﬁce.xs” (see Appendix). Studénfs are ;gi\'én the case and
divided into heterogeneous groups of about four. Each group is asked to discuss the cas;:
and decide whether the police were justified in their actions toward the
teenagers and to be prepared to present evidence and reasoning to support their position.
This activity reinforces skills students learned and practiced in the previous activity.

The groups usually begin with disagreement among the members. Soon questions
emerge as one student says, for example, that the police should have read the boys “their
rights.” Another says théy don’t have to because the boys weren't arrested. S_tudents
beg'in to raisé questions: When do the police have to réad someone their rights? Don’t’
they have to tell the boys why they’re being frisked? Can the police stop a car and search it
for no reason? Don’t they have to have a warrant to search the car? and so forth. _

At this pointI give the gfoupé the ileonnati:()n on “The Powers 6f Law Eliforcément
Officers” to help them in their discussion of the casé. After the groups discuss the case in
terms of these criteria, they present their analyses to the class. The followixilg»excqrpt fré@ |
a class discussion of “regular-level” eleventh-grade students illust‘rate-s the nature of the
- class discussion. (The discussion in small groups is xﬁqch the séme.) As the discussion
began, many students were eager to present their ideas. All the teacher had to do was call
on students who raised their hands or ask students who were interrupting others to wait for
their turn; therefore, the teacher’s remarks are not included until Iater in the-discussion
when they are more substantive.

Student 1: There’s no way the police are justified. They can’t even pull the car over
unless, uh_. .. it says here, ‘they have reason to b;alieve.that someone in the

car has committed a crime.” Just because their car is an ‘88 blue Chevy .

17



Student 2:
Student 1:
__Student 3:

Student 4:

Student 2:

Student s

" Student 1:

Student 3:

Student 6:

Teacher:

Student 7:

'I_’e.acher:

Student 7:

17
doesn’t mean they committed the crime. There're lots of 88 blue Chevies,
and ...

(interrupting) Itisn’t just the car. We say the police have a reason to
think that these are the robbers. The car’s the same; the boys fit the

description of the robbers.

(with exasperation) Butit’s just a general description.

to be Hispanic doesn’t mean they robbed the store.

How could they even tell, if they re speeding, what the boys are?

-Yeah, but it sure’s suspicious. They just happen to be, it says, ‘three

blocks from the scene: of the robbery

There S another reason... uh .. We didn’t all aoree but we taJLed about the :

fact that the boys were speeding. Why were they speeding only three
blocks from the robbery unless they committed the crime?
(sarcastrcally) Rrght so yeah, they did it. "Huh? Like it's all hke
comcrdences Lots of teenagers go over the speed limit, but that doesn’t

~mean they robbed a store They have a nght to pull them over for speedmg,

but that doesn’ t give them the right to do all that other stuff.

You may be right. I didn’t think of that. -
The police always do that. I was pulled over one time for no reason at all,
and they were real snotty to us. -

Okay, let’s get back to this case. You were saying that they have a right to

| pull them over for speeding but not to frisk them, search the car, what?

What about ... it says the robbers were armed with a shotgun. They may be

armed and dahgerous. They have a right to defend themselves.

= - Y ou mean the police have a n'ght to defend themselves?

Yeah!

18
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Teacher: Can you talk about that a little more? What do you mean?

The discussion continues as'students raise issues concerning the search of the
vehicle and the handcuffing of the boys. These students are actively engaged in discussing

and debatingthe case, and they are orally constructing arguments based on the criteria they

were given and data from the case. Student #1, for example, points directly to the criteria

to construct his argument that just because the boys and the car resemble the robbers and

vehicle used in the robbery does not mean that the police have a compelling reason to pull
the boys over. In addition, he draws on the evidence, citing the general description of the

vehicle and offers the explanation that there are many 1988 blue Chevies, and just because

the boys are in one does not mean that they committed the crime.

It is important to note that this is a cbmplex problem with no easy solution. In
addition, it is one that'students tend to become very engaged in discussing. Perhaps

because the problem is made specific and concrete rather than presented abstmctly, students

* are drawn into the situation both cognitively and affectlvely In part, thelr interest may

stem from the fact that the boys described in the case are teenagers like themselves, but
their interest may.also derive from the fact that prior to the class discussion students
worked collaborauvely in small groups, and therefore they came to the class dlscussmn
wrth a stake in the solution that their group had worked out. This collaboration also seems

to give them the confidence to speak up and engage in the class debate. Furthermore, the

case and criteria are accessible for the particular students involved. The information on

“The Powers of Law Enforcement Officers” was taken from a legal source but rewritten so
that it would be clear and understandable to students.

The excerpt illustates that students are learning complex strategies involved in
argument. They are making claims and using evidence to support them. The activity
encom‘ages students to make counter-arguments because they are faced with the opposing

viewpoints of their peers. In addition, the exchange shows that students are encouraged to

15
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revise and refine their thinking when their views are challenged by others. For instance,
student #3 begins to question her position after hearing the argument of student #1 that it
was appropriate. to pull the boys over for speeding but not for suspicion of robbery.
.From Discussion to Writing

As a follow-up step in the activity, I have asked students to wrte a composition

persuading others of their viewpoint on the case; that is, to answer the question. were the

police justified in their actions toward the teenagers and why or why not? This follow-up
writing is important for several reasons. The discussion usually has to be stopped without
everyone agreeing on the case, so the writing becomes an extensien of the classroom
debate Second students now have an opportumty inan mdependent wntmg sntuatlon to
use the strategles they have been practicing orally in the small-oroup and whole-class
discussions of the case. Finally, students approach the task with confidence because they
have had an opportllrijty to rehearse the arguments they might use in writing their
'co'mposiﬁbns_. ;They have heard the views of their f‘opposition”. and see .the need to :

construct arguments that will refute the opposition’s arguments. Since there are ho'simple

answers here, students approach the writing task as an inquiry or pfoblem to be solved. As |

a result, the quality of student writing with problem-centered tasks such as this one are
usually quite high (Hillocks 1986). Tﬁeir wrilfen ar.g.uments are often quite sophisﬁcated '
and contain the features that have been the focus of instruction--a clear pesiﬁon/thesis, use
of specific supporting evidence, recognition of other viewpoints, refutation, and so forth.
In teaching students how to write an argument and persuade others, I have found -
that it is most effective to include an activity such as this one, not by itself, but as part of a’
sequence of similar activities. As students engage in arguing their viewpoints on a series of
different cases, they practi'ce arifl internalize the procedures and strategies involved in -

“effective argument so that they are more likely to be able to perform them independently‘

20



whenever they have to create an argument on their own (Johannessen, Kahn, and Walter

1982; Kahn Walter, and Johannessen 1984b; and Johannessen and Kahn 1997).

Case 27--Activity

One of the most difficult skills for students to master in argumentation is refutatior;
or counter-arguments. In fact in the two most recent studies of writing by the NAEP, the
researchers found-that only a little over 5% of the 11th grade students were ableto
effectively refute opposing viewpoints. If you will look at the activity on the next page of
your handout (see Appendix), you will see an activity that focuses on refutation, although it
also reinforces skills students learned and practiced in &e previous activity. }

(Read directions.) After reading the case put students in small groups and have ]
them arteihpt to reach a consensus on whether Arlene Pfeiffer should be reinstated m the
National Honor Society. Then, after 15 minutes or so--after most or all have reached a
~ consensus, some groups may not be able to agree--reform the class. You might want to
compile the results of their decisions on the board. We have found that this is an effective
way to focus the discussion on the key elements of disagreement. Then, lead a class
discussion focusing on the reasoning for their decisions.

This discus”sion forces them to consider a large audiencé of their pcefs--just as they
‘had to do the same thing in thetr small groups--why, for example, an unwed mother wouid
or would not "lead" others in the wrong direction. In other words, the activity is structured
so that students must come up with counter-arguments in order to justify their decisions.
For example, in attempting to explain why an unwed mother has not lost her "character,"
students will have to refute the opposing viewpoint that an unwed mother is not of strong
character.

Here are some questions to use as a guide in leading the class discussion or in

helping small groups attempt to arrive at a consensus:
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*How would vou define "good character™?

*What qualities of "character” does Arlene exhibit, if any?
How does she exhibit them? What qualities does she lack?
How does she lack them? . E |
*Does "good character” have anything to do with Arlene's

situation? Why or why not?
*What does "leadership” mean? N » ~
*Why qualities of "leadership” does Arlene exhibit, if any?

- How does she exhibit them? What qualities does she lack?

" "How does she lack them? ﬂ |
*Has Arlene lost her "éharacter"? Explain.

' *Will Arlene "lead” ;)thers in the.wronlg 'diréctioh?. Why or why ﬁot? |
*What arguments and evidence will the opposing view point to? How might you

refute them? |

These questions help students focus in on key elements and refine their arguments and

_countér-ar!guments. .

As v\;ith the brévious activity tﬁere is no oﬁe ans“;er. This inevitably leads to lively
small group and whole group discussions in which students are actively practicing the

thinking skills involved in argumentation.

Here is an example of an exchange that took place in one eleventh grade class:

Student #1: We thought Arlene exhibited strong leadership because instead of doing
nothing when she was removed from the Honor Society, she stood up for her rights. She
took her case to the Human Relations Commission. She is showing others that it is

" important to stand up for what you believe in.

22




] argumentahon, partlcularly mfutatlon . L

v'.-fwant to have students dxscuss arguments and oounter-arguments that seemed partrcularly. -

22

Student #2: We thought exactly the opposite. By going to the Human Relations
Commission, Arlene is just trying to get out of the mess she got herself into. If she really
‘was a leader she should do something like speak out against having sex before marriage.
Student #1: You're wrong. When most high school girls get pregmant, they usually hide
it so that nobody knows. Arlene is just the opposite. She is taking a lot of stuff from other
ltids in school. It shows a lot of "courage" to stay in school, keep her daughter, and face
all the stuff from other kids. She is showing other kids that you can make a mistake and
live with that mlstake. - - - -
Students #3: Youjustsaidit: "Mistake"! By getting pregnant she made a mistake that
shows she lacks leadership. A true leader would not go crying to the Human Relations

Commission. .

L L RIIZTE L e Tl . T s B S R IR .
T I o R LR
st T oot T oL .

What this brief example 1llustrates is how the acuvlty engages students in the skills of

strong and what ‘made them strong, as well as those that were weak and why Also you

' mrght want to dxscuss how weak arguments and counter-arguments could be 1mproved.

. As a follow- up you rmght have students write a composmon explaining why Arlene B

should or should not be reinstated in the Nauonal Honor Society. Students should include

counter-arguments to refute the opposing viewpoint.

Post-Test--"I'he Police Were Right"-- Student Essay

Remember the student essay we looked at on the '88 Blue Chevy? If you w1ll look

at the next page of your handout ( see Appendxx) you will see an essay written on that

T same assxgnment by an eleventh grade student after domg the act1v1t1es I have shown you -

23
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If you will follow along while I read the essay; then, we'll have a look at what the student
seems to have leamed from doing the activities. (Read essay.) |

Notice how the student begins, with a proposition that he supports with claims,
evidence and warmnts in subsequent paragraphs. While the student does not do as much
with refutation as I would have liked him to, he does attempt to counter the opposing -
'viewpoint. For example, the student recognizes that a weakness in his argument is that
while there was a shotgun used in the robbery, no shotgun was found in the automobile.
Therefore, in the third paragt‘aph the student presents anargument designed to overcome
this weakness in his position. Granted, the student could do a better job of making the
L. explanation clearer, but nevertheless, the essay clearly shows that this student has learned

the thinking skills necessary to write an effective argument. - :

- - e N T T e e e Sl .- e L CT TR SR e e e = n e e e el
P U ea .. Ceree R Lo . . T e, - IR TR SRR

Argument--Conclusnon

- students these skllls whlch are so 1mportant across the cumculum In addmon students L
need more than one of the act1v1t1es I have shown youif they are gomgto learn these skxlls
e Prov1dmg a variety of attivities that encourage students to practlce these sttategxes in SeorE
dlfferent situations and Wlth a vanety of materials will help students leam how

argumentatlon applies in various subject areas. In addition, they seem to learn the content .. __

- .. more effecnvely They are not just learning isolated facts or bits of information, the. . i - W

activities require them to use the inf ormatlon provided, and when they have to use it they o s = )

. learn it be_tter.

Conclusmn S

- ' ', What I have tned to show is that the maJor thmkmg stmtegles of makmg and -’_

_ suppomn enerahzanons and aroumentatlon applv 2Cross the cumculum. The acuvmesI
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have shown you are concerned with a number of subject areas, and they more than
anything illustrate that focusing instruction on these kinds of activities will enable students

to leam these important thinking strategies. If we provide activities that interest students,

that engage them in using the strategies they need to learn, that provide repeated practice of i

these strategies in a variety of situations, and that require them to contend with the :

‘immediate demands of a real audience in small group and whole class discussions, or

provide scaffolding, then students will be able to think and write more effectively across

th(;. cum'éulum. " — V o ) i ) _
BESTCOPY VAILABLE . = T
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URBAN CRIME LEGENDS

1. In most urban crime legends the participants are actlng on mistaken

impressions.
2. Most urban crime legends teach that assumptions about others are often
- incorrect.

In urban crime legends the victims of crime are usually women.

(,-J

4. Many urban crime legends take place in famitiar places where people
would feel secure.

5. Urban crime legends frequently make use of common, everyday
situations
SR AR Nearly all urban crime legends contain a moral that teacnes approprxate ”
S - social behavior.. - | R

T 7. All urban cnme legends depend upon a twrst of events

T 8. The supposed perpetrators of Crime in- urban cnme legends are most i

- often men. T oo IR S B O R
Women are generally tne supposed vxctnns of crune m urban crune
» _ legends e e e ST T
: lOFew urban crime legends actually mvolve serious harm bemg done to R
anyone involved. - R
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Urban Legends:
Crime

Urban legends are stories of events that are believed to be true . . |
though they cannot be proved. According to the teller, the story is true, it
really occurred, and recently, usually to a relative, friend, or "friend of a
friend." Urban legends are told both in the course of casual conversation ]
and in.such special settings as campfires,. slumber parties, and college {
dormitories. The urban legends that follow have traveled far and wide and |
have been told and retold with little variation by many different people in |
many different places.. Some of the details change (names locations,
numbers, etc.) but the basic story remains the same.

'_ - TheChokrngDoberman o

R - - R - Al

LT A we|rd th|ng happened to a woman in Las Vegas She got home one aftemoon and her dog, 3

7 Doberman was in convulsions. So sheé rushed the dog to the vet, then raced home to get ready for
.'-“- a date.As she got back in the door, her phone rang. . She answered it and was surpnsed to::

; . discover it was the vet. "Even more surprising was his message—-"Get’ out of the house - - L _

ﬂ - immediatelyl Go to the_neighbor's and call the policel”_It seems that when the vet. examrned kh_er_,

. pet,-he found that two human fingers had been lodged in the dog's throat. Concerned that the - .-

-~ person belonging to the dismembered fingers might still be in the house, he phoned to warn the =

woman. The police arrived at her house, and they all followed a bloody trail to her bedroom

“'closet, where a young burglar huddled--moaning over his missing thumb and forefinger. .~

.-

.. The Elevator Incident -~ .. . — ..—-__-;', I T

Three women from Rochester recently visited New York Crty They were on an elevator
~and a black man-got on the elevator with a dog. .
- The elevator door closed. . =~ = . . . R
"Sitl" the man commanded. ' :
The three women sat.
" The man apologized and explained to the women that he was talking to his dog :
-, 'The women then nervously said that they were new to New York and asked the nice man uf
=~ he knew of a good restaurant. : - = =l L CoaE
~.." - The women went to the restaurant reoommended by the man. They had a good meal and PR
- called for their check. The waiter explained that the check had been paid by Reggre Jackson-- .
- the man they had met on the elevator . - ’

L~

= - ) . . R . - - Ll - - - L
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The Killer in the Backseat

As the woman walked to her car in a parking lot, she noticed a man following her. She
jumped in her car and tore off, only to notice to her dismay that the man was following her in
his car. The woman drove through downtown Phoenix trying to elude him, passing stores, o -
houses and bars. When that failed, she-drové across town to the home of her brother-in-law, a -
policeman.

Horn honking, she pulled up and her brother-in-law came running out. She explained that
a man was following her and said, "There he is, right therel" ]

The policeman ran up to the man’s car and demanded to know what he was doing.

"Take it easy. All | wanted to do was tell her about the guy in her back seat,” the man said.

And indeed, there was a man huddled in the woman's back seat.

The Sweet Taste of Revenge? '

She was in her seventies. After purchasing her cup of coffee and a chocolate candy bar, she -

-gazed around the crowded cafe looking for a seat._ The only table avallable was near the door and i )

“atitsata punk rocker with bright-orange hair. - o . '...'“-_T

~ After sitting down, she realized she had left her gloves on the counter and got up. On .

returning, she noticed her candy bar had been unwrapped and a bite had been taken out of it. A e

~Without saying a word, she finished her bar and coffee then calmly reached over andbroke a .~ .. 3 -""

_ plece off the pie that young man was about to eat. He in turn did not say a word. st
T " -Finishing the pie, she quietly got up and walked out the door to her bus stop:" She opened o

. - - her purse for her bus tucket and to her horror, saw a fully wrapped chooolate candy bar smlng

tnere e

" The Jogger's Billfold

In New York City's Central Park, a jogger had been running along early one morning at his 4 )
customary pace, surrounded by streams of others out getting their prework exercise. Suddenly - T
another jogger passed by him on the path and bumped him rather hard. Checking quickly, the = -~ -:1: -5+

. jogger discovered that his billfold was missing from his pocket, and he thought, "This can't - e
. happen to me; I'm not going to let it happen.” So he upped his speed a bit, caught up to the other_ o
jogger, and conffonted him. "Give me that billfold,” he snarled, trying to sound as menacingas . . - .
possible, and hoping for the best. The other jogger quickly handed it over, and our hero turned
back toward his apartment for a shower and a quick change of clothes. But when he got home,
there was his own bnllfold on the dresser, and the one he had in his pocket belonged to someone
else S . : .. : .

el . . - -
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The Double Theft

A woman customer in a department store goes to the lavatory in the ladies cloakroom there
and puts her handbag on the floor beside her. The lavatory partitions are of the sort which leave
a gap between wall and floor, and a hand comes through this gap and whips her bag away. Before
she can emerge, the thief has escaped, but'she reports her loss tq the store manager. She
returns home. A few hours later her phone rings: *This is Harrods; a bag has been found which
may be yours; please come to the manager's office to identify it." But when she reaches the
store, there is no bag there, and none of the staff have phoned her. Retuming home, she sees her
own bunch of keys in the lock and finds the flat burgled and all her jewelry gone.

C s - - - .- < E—- C R .. _.»v_--_\_' .,._.f.

Brunvand Jan Harold The Choklng Doberman and Orher "New" Urban Legends New York I
WW Norton & Co 1984. ) ' _ . o

- The Mex/can Pet More "New" Urban Legends and Some Old Favontes New York
WW Norton & Co 1986 e e e L

The Vanlshlng H/tchhlker Amerrcan Urban Legends and Thelr Mean/ngs New York
WW Norton & Co 1981. : ;




URBAN CRIME LEGENDS--STUDENT ESSAY

VERY LITTLE HARM .
Nearly all urban crime legends end without serious bodily harm being done to the\
subjects of the stories. In the case of “The Choking Doberman,” the woman who appears
L to be the main subject of the story escapes her predicament without being hurt. The three
_nervous women who had felt very intimidated by the black man in the elevator left this
uncomfortable situation feeling embarrassed but safe. A woman in a car being pursued by
a man who is, in her eyes, a threat is saved from harm by the very man she felt threatened
. by in The Klller in the Backseat " Inthe leoend “The Sweet taste of Revenoe"” an elderly
| woman * : ﬁehts b:ack agamst a percelved aggressor (a punk rocker) on]y to f'md that she’
has not been the victim of what she imagined to be the punk’s lack of respect. In yet
.another case of a v1ct1m “ﬁ0ht1ng back” for his rights, the man in “The Joooer s Billfold”
experiences .a false, sense of mjustlce and then feels _very self-righteous not_at his own
expense but at that of his ¢ attacl\er Evenin the one case which involv'es the actual crime
of theft, the sub]ect of “The Double Theft” is not phys1cally harmed in any way
Therefore in all six of the cases presented (whrch represents alarge body of urban crime
legends), none of the victims or percelved victims had been bodily harmed, although few

of them walked away with their pride intact.
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The ‘88 Blue Chevy

At 11:00 p.m. on July 31, threeyouths,.all male, two Caucasian and one Hispanic,
robbed an all-night liquor and food mart located in a high-crime area of the c1ty
Threatening the proprietor with a shotgun, the boys took several bottles of liquor and

cartons of cigarettes as well as the cash from the register before escaping in a 1988 blue

‘Chevy for which witnesses got no license number. - - - — S .
' Five minutes later, after receiving news of the robbery via the police radio, Patrol
Car 54 spotted an ‘83 blue Chevy which was exceeding the speed limit on the expressway
~ three blocks from the scene of the robbery. Calling for assistance in apprehending armed- _

robbery suspects Patrol Car 54 gave chase Moments later ﬁve polxce cars converged on. - -~

the blue Chevy'and forced rt to the srde of the road

Ofﬁcers w1th guns ra1sed ordered three male occupants two Caucasxan teenaoers :

= :;-b_:';’f'the boys who were then handcuff ed and put in the back of the pohce car Two ofﬁcers
checked v1a pollce radlo on vehicle regrstrahon and on past police records for the boys One :
- of the boys did have a pohce record but not for robbery. While this was taking place other

- ofﬁcers were searchmg the car. All three of the boys objected loudly as the polxce pulled ‘

- the scats out of the car and removed 1tems from the trunk. A switch-blade kmfe was found .
under the front seat 'I‘he pohce conﬁscated the knife, but when nothing else was found,

‘ the boys were allowed to put the car back together and go on their way.

Quesuon. In th1s 1n01dent were the pohce Jusuﬁed in therr actlons toward the teenabers‘7

e Why or why not‘? What evxdence and reasomno leads youto your conclusxon‘? R

Adaptedfrom T
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PRETESTS--THE ‘88 BLUE CHEVY

" The ‘88 Chevy -

~

I think that the police were totaly wrong in there actions with the teenagers. Even if

they thought that they had robbed a store. The cars were identical and the boys were

alleged to have a gun, but that means the’ polrce should have been caucious not brutal.- - --
The police were to brutal about it even if these boys were the Tobbers it is illegal to

. harass them. The police had no right to destroy anything in the car either.

v T

R .. T T e

1
EH
i

_ In the case of the ‘88 blue chevy, 1 belreve the ofﬁcers acted Justly A 1988 chevy

1s not a common car.’ It must have looked hke too much ofa comcrdence after heanng the B

e ~ _,-5"' report and seerng the 1dent1cal care speeding away from the quuor store area What makes 57

i

the evidence more rncmmnatlng is the fact that the description of the robbers matched the ~ -7 .= O S

descnptlons of the suspects. The treatment the suspects recerved was farr because the

rubbers were reported as armed and d'moerous I thmk I have shown more than enou°h -7

evrdence to support the ofﬁcers in questlon.




SLIP OR TRIP*

-~ C e

—e

At five- feet -six, and a hundred znd ten. pounds, ‘Queenie S
Volupides was.a sight to behold, and to. clasp. -And .when_she tore = .-~ -
out of the house" ‘after 2 titf- w1th “her ‘husband, Arthur,’ she went ST
to the country club where there was:a party going on. " ' '

She left:the club shortly. before one in the morning and it
invited a few.friends to follow her home and have one more drink. T T
They got to:the Volupides house:about ten minutes after Queenie, R

—-wh2 met them:at:the "door and said, “Somethlng terrible- happened—~:¢y~*s.—
Arthur sllpped and-fell con the sta1rs.§ He was coming:down for = . =
another drink--he. Sulll had the glass inthis hand--and I. thlnk
he's dead. ‘Oh’my.G3d--what shall I do?". - ... RS

: The autopsy concluded . that Arthur_had- dled from a wound on
the head "and ; oonflrmed the fact +hat held’ been drunk _Mhat do

»

i T . -
— determlne whether this- is a. 'case of; ac01dental death® or murder. -.
. Analyze_+he ev1dence and photograph of the soene of_the 1n01dent

You examlne'the ev1dence and reach your conclus1on. *But the
" other members of the team disagree with your assessment. After .-

L -.analyzing -the autopsy revort vev1dence,~ano vhotograph “of. the scene
‘=~ 2~of“the: 1n01dent .you : dec1de 'you will present a report -to the' i:
'1nvest1gat1ve team_to conv1nce them to change_thelr»mlnds
erte,a report that vou w1;1 present‘to conv1nce
Nthat your“conclu51on makes the most sense ' .

. *adapued from Tavrence Treat- cfiﬁéééné’puéiiéaéﬁfJé?""'"
Q Bosuon. David R. Godine, Publlsher, l%?Z.
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The Powers of Law Enforcement Officers

-
- L B
o

According to the law, police have the foﬂowing powers in detaining or
arresting suspects. They may stop a car, search it (without a warrant), and detain,

frisk, and question the driver and other occupants,

* if they have a reason to believe that someone in the car has
~committed a crime or that the vehicle contains contraband or -

the fruits of a crime, .. . o e T 0

. if they

use dlﬂy the amount of force which they reasohably o

_believe necessary to defend themselves or another from

« if, before questioning any suspects who are detained ina
police car or deprived of their freedom in any significant
way, they advise them of their constitutional rights (to

remain silent and to have an attorney present).” -

S - - - O N . .o
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: last year,iand'a member of the National Honor Society since S 1“f}f§:¢

'"leadershlp and "character._ﬁ The questlon is whether an unwed

mother has lost her “character,“ whether she would “lead"'others

S

CASE 27

The following is an actual case which occurred in Marion Center,

Pennsylvania.

Arlene Pfeiffer, a seventeen-year-o0ld high school senior,

was class president for three years, a -student council president _ R

tenth grade.t In August prlor to her senlor year, she gave

b1rth to a daughter, Jess1ca, and de01ded to keep her. _Invd'

November, Arlene was klcked out of the honor s001ety by her . hlgh

but rather two other qualltles the honor soclety demands."" -

in the wrong d1rectlon. S .;..“ o ;,np S T E
Should Arlene'be'reinstated in yational.Honor_Society? - __tv ;

—-— -~ ° - e -

- - . . '
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POST-TEST--THE ‘88 BLUE CHEVY

The Pollce Were Right .

I believe that the polrce followed the right procedures when they pulled the kids _
over. From the evidence they had received it was really the only thing they could do.

I found five observations in which I reason with the police. The first is that there
were three teenagers, two while and one.-Hispanic; at the robbery, and three teenagers of -- S ——
the same description were in the car. Second, they were told to look for an eighty-eight
blue chevy of the same descnptxon as the one the boys were driving. The car was

exceedmg the speedmg limit, which grvw one the idea that it could be a get-away car.

':;_-,,Also even thou°h the pohce d1d not fmd a shotgun there was, a kmfe in the car

whrch mrght not seem hke a lot but 1t isa fonn of a weapon and it was under the seat

- whrch could mean it was hrdden And the last, is that the three could have taken the hquor o . |

‘ and crgarettes elsewhere dropped it off and drove on.:

x -i :“':?3' because 1t S procedure and they had tor Traise their guns because the polrce thought they

o . _were armed with a shotgun and could have had other weapons. They had to be aware of -~ _
danoers if they had been the real robbers. The police have a right to draw their weapons - ‘
and protect themselves or others from harm if they belleve the suspects are armed and __.':f' s -

dangers as they thought these robbers were. Also, if they d been oullty and the boys asked L

questlons as they did, the pohce don’t have to answer because in a real case, it could be
~ used in court. They had to search the car so they had to take the seats out because that’s a : ._ = * o
possrble hrdmg place. | ‘
| 7—'.'.'.7' - - These thmgs show how the pohce took the nght steps in what they drd. After all 1f '

S _. YOu had these five preces of evrdence to go on wouldn tyou take precautrons such as " .

- - . -~ S e T e - . - A PR T

these? - ';'_— ~-__' o R
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